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Enterprise Education in Pharmacy Schools: Experiential Learning in Institutionally 
Constrained Contexts 
Abstract 
Purpose: This paper investigates implementation of enterprise education (EE) through 
experiential learning, and its relevance to pharmacy education in the United Kingdom (UK) 
Higher Education Institutions (HEIs). 
Design/methodology/approach:  The paper characterises the state of pharmacy EE using 
Fayolle’s (2013) generic teaching model in EE and Kolb’s (1984) experiential learning 
theory as underlying conceptual and theoretical frameworks. The paper focuses on how EE 
takes place through approaches employed within experiential learning to develop graduates’ 
enterprise skills, and investigate the challenges faced within institutional contexts. The paper 
draws on qualitative empirical approach using the social constructionist paradigm to 
investigate experiences of pharmacy academics. 
Findings: The study identifies four Aspects of Experiential Learning in the context of EE 
(AELEE), which extend both Fayolle’s and Kolb’s frameworks. 
Research limitations/implications: The research focuses solely on views of academics in UK 
pharmacy schools, and is of qualitative nature. This could limit the generalizability of results, 
yet also offer deeper sector-specific insight into EE.  
Practical implications: Findings provide insights into the difficulty of positioning EE in non-
business schools and the hurdles academics face. Findings are expected to encourage 
enterprise educators to design EE programmes that consider the institutional context. 
Originality/value:  The research makes a significant contribution to existing EE literature 
with its non-business sector specificity and its focus on academics.  Hence, the study 
responds to Fayolle’s (2013) call for more research into EE with focus on the educator, and 
deeper connections between EE and education literature. 
Keywords: enterprise education, enterprise skills, institutional context, experiential learning, 
pharmacy education 
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Introduction  
This study investigates the state of the art of Enterprise Education (EE) in pharmacy 
education in the United Kingdom (UK) Higher Education Institutions (HEIs). The relevance 
of EE to pharmacy education is explored through considering experiences of academics 
within the context of pharmacy schools. EE is defined in this study as ‘the processes or series 
of activities that aim to enable an individual to assimilate and develop the knowledge, skills, 
and values required to become enterprising’ (Broad, 2006, p.5). Fayolle’s (2013) generic 
teaching model in EE is used as underlying framework, and the research focuses in particular 
on the ‘what’ and ‘how’ dimensions, yet adding a contextual, i.e. ‘where’ dimension to the 
generic model, in recognition of the fact that the investigation is context-bound, i.e. takes 
place in UK pharmacy schools.  
The need for better contextualisation of entrepreneurship and entrepreneurship education has 
been underlined by a number of authors (e.g. Broad, 2006 and Welter, 2011). Furthermore, 
Feldmann (2014) highlight that institutional and departmental culture and policies can impact 
academics in their academic entrepreneurship endeavours. Draycott and Rae (2010) also 
agree that empowering academics to adopt more enterprising approaches in teaching is 
essential for developing the suitable environment for developing students’ enterprise skills. 
Given this framing, as shown in Figure 1, the study explores methods and pedagogies; i.e. the 
How-dimension, which academics embed within experiential learning to develop graduates’ 
‘soft’ enterprise skills through education ‘into’ enterprise, i.e. the What-dimension.  
Different approaches exist among academics to deliver EE, and some examples of good 
practice have been recommended (e.g. Fayolle, 2013; Gedeon, 2014; Klapper and Refai, 
2015; Refai et al., 2015). Yet, the effectiveness of these approaches is not clearly established 
(Rideout and Gray, 2013), and it is not yet known which approaches work best (Klapper and 
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Neergaard, 2012). Figure 1 also highlights the contextual, i.e. Where-dimension, which 
investigates the challenges academics face in a certain context, here within their pharmacy 
schools. Pittaway and Hannon (2008) propose that various dimensions of institutional 
strategies can impact the viability and sustainability of EE within institutions, and, therefore, 
call for more in depth investigation of these dimensions in practice. Jones et al. (2014) also 
highlight the difficulty of impacting the institutional environment of the enterprise educators, 
where both the institutional framework and its support for EE are essential for the 
implementation of the latter across different schools.  
 
Figure 1:  Generic teaching model in EE 
Activities and interventions embedded within EE are described by Bechard and Gregoire 
(2005) as a craft rather than a systematic science, and can, therefore, be developed through 
experience. Consequently, this study aims to support the notion of ‘educating the educators’ 
(Refai and Thompson, 2014, p.10), a proposal highlighted by Fayolle and Gailly (2008, 
p.584) in their discussion of ‘learning to become an academic in entrepreneurship’. This is 
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recognised by Gibb (2011) who highlights the growing responsibilities of enterprise 
educators that go beyond curriculum and pedagogy developments in their own departments. 
The study does so by offering an improved understanding of the relevance of EE to pharmacy 
education in the UK and the challenges that educators face in the delivery of EE. The views 
of pharmacy academics are researched to more effectively understand the relevance of EE to 
their teaching through activities embedded within experiential learning, and the challenges 
academics face. The paper proposes a model of good practice for EE in pharmacy education 
though experiential learning, while recognising that other methods and approaches can be 
applied (Fayolle and Gailly, 2008). The study sets to investigate the following research 
questions (RQs): 
- How is EE delivered across UK pharmacy schools, i.e. what are the different 
approaches that pharmacy schools and their staff apply to develop their graduates’ 
enterprise skills? 
- What are the main challenges that impact the delivery of EE in pharmacy schools? 
- What can be inferred in terms of a good practice model? 
Whilst most EE research investigates the views of learners (e.g. Hammel et al., 1999; Glover 
et al., 2002; Hmelo-Silver, 2004; Novak et al., 2006), this study is one of a few studies 
exploring the views of providers (pharmacy academics/educators) regarding the relevance of 
EE and the development of enterprise skills to their teaching. Yet, the authors also recognise 
that EE ‘does not happen in a vacuum’ (Fayolle and Gailly, 2008, p.580), and that learners 
play a viable role (Blenker et al., 2006) 
The paper makes a number of contributions to existing literature in EE at didactical, 
theoretical and sector-specific levels. At the didactic level, the study documents the content 
of EE in the pharmacy context by focusing on developing students’ ‘soft’ enterprise skills 
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through education ‘into’ enterprise. So far, most studies in the field of EE have focused on 
developing students’ ‘functional’ enterprise skills (Rae, 2000, 2007) through business plans 
and new venture creation (Honig, 2004), exploiting opportunities through opportunity-
centred learning (Rae, 2003), and examining dynamics of entrepreneurial processes (Shane et 
al., 2003). This study highlights the methods applied in EE in pharmacy through exploration 
of the tactics, learning environment and roles of students and academics, and provides 
evidence about the institutional constraints impacting academics and the delivery of EE. 
The study also contributes to theory from two perspectives. Given the lack of theory driven 
research in EE, as commented on by Bechard and Gregoire (2005), Fayolle (2013) and Nabi 
et al. (2016), this study has taken a two-fold approach. It builds on, and extends, Fayolle’s 
(2013) conceptual framework for entrepreneurship education by including a contextual 
dimension, and also builds on, and extends, Kolb’s (1984) experiential learning theory by 
highlighting four Aspects of Experiential Learning in the context of EE (AELEE). Thus, the 
study responds to Fayolle’s (2013) call for clearer theoretical and conceptual foundations 
drawing from the fields of education and entrepreneurship. Such connections are lacking in 
EE literature with the exception of some work; e.g. by Lakeus (2014) who links the 
dimensions of when, how and why entrepreneurial learning happens in relation to learning 
theories, and the work of Kyro (2015) who underlines the conceptual contribution of 
education to research on EE.  
Last, but not least, the paper makes a sector-specific contribution. Whereas most studies into 
EE are conducted in business-related contexts, this study investigates EE in the context of 
pharmacy education, a hitherto under-researched discipline, which responds to Broad’s 
(2006) and Jungnickel et al.’s (2009) call for more specific discipline-based approaches in 
EE, where the latter highlight pharmacy disciplines in particular.  
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The ‘Where’ dimension – UK pharmacy education  
Dodd and Hynes (2012) argue that, alongside national contexts, EE is also shaped by regional 
context, which impact EE objectives, outcomes, resources and social constructions. 
Consequently, the ‘Where’ dimension proposed here as part of a learning paradigm may be 
understood both from a macro and micro dimension (Klapper and Refai, 2015).  Macro refers 
to locality of learning in terms of countries and localities in the latter; while the micro 
dimension is about learning in classrooms, but also in ‘real-world’ places such as companies 
through work-placed learning and in unexpected places such as museums, art galleries, sport 
halls and kitchens.   
The focus is on EE in pharmacy schools in UK HEIs. In this context, educator-student 
relationships are understood to be happening in the micro environment of pharmacy schools. 
The wider institutional environment and national frameworks, however, are seen to happen in 
the macro environment. Institutions are commonly defined as ‘rules, norms, and beliefs that 
describe reality for the organization, explaining what is and is not, what can be acted upon 
and what cannot’ (Hoffman, 1999, p.351). Such institutional environments are ‘characterized 
by the elaboration of rules and requirements to which individual organizations must conform 
if they are to receive support and legitimacy’ (Scott, 1995, p.132).  Pittaway and Hannon 
(2008) argue that various institutional dimensions can impact upon the viability and 
sustainability of EE programmes, and, therefore, should be examined. Some of these 
proposed dimensions include, but are not limited to, alignment of EE with institutional 
strategy and policy, alignment of funding and conceptions of the educational impact of EE. 
Similarly, Valliere et al. (2014) highlight that institutional values define priorities in an 
institution, and, therefore, can either encourage or discourage different pedagogical 
approaches in EE like experiential learning, for instance. 
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In the UK, Undergraduate pharmacy education is provided by 29 HEIs that offer a four-year 
Master of Pharmacy (MPharm) course, which is an undergraduate master’s level degree. 
Pharmacy schools are governed by a number of influential bodies, mainly the General 
Pharmaceutical Council (GPhC) with whom graduates register upon successful completion of 
their MPharm courses plus a one-year placement. Pharmacy courses are very similar across 
the sector, and include subjects related to two main aspects of pharmacy education: science 
and practice. Most pharmacy courses include a level of experiential learning and involve 
students in preparation of personal reflective portfolios (Sosabowski and Gard, 2008). 
Studying pharmacy in the UK has increased in popularity as statistics show that the number 
of UK pharmacy students has increased from 4,200 in 1999 to 9,800 in 2009; this was 
associated with an increase in the number of UK pharmacy schools from 12 to 21 during the 
same period (Centre for Workforce Intelligence, 2012). The career paths for these graduates 
require the demonstration of various skills ‘soft’ enterprise such as problem solving, 
communication and self-learning (The Expert Group Report, 2008; AGCAS, 2011; Refai and 
Thompson, 2014). Most graduates choose careers in retail/community pharmacy, while the 
remainder go for hospital pharmacy, and to a lesser extent industry, followed by academia 
(Sosabowski and Gard, 2008).  
The ‘What’ dimension 
The ‘what’ dimension’ refers to the content of EE (Fayolle, 2013), which covers the spectrum 
of education ‘about’, ‘for’ and ‘through’ (or ‘into’) enterprise (Jamieson 1984), in addition to 
‘withness’ thinking (Shotter, 2006; Klapper and Neergaard, 2012), where education ‘into’ 
enterprise is the focus of this study. Rather than focusing on the development of ‘functional’ 
enterprise skills, which is typically done through education ‘about’ and ‘for’ enterprise, 
education ‘into’ enterprise supports the development of a wide range of ‘soft’ enterprise 
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skills. This aligns with the concept of developing ‘entrepreneurial mindsets’ (EU, 1998) as 
central to employability for all graduates, rather than the limited focus on traditional business 
school-led new venture creation, thus making EE relevant to all graduates’ careers and 
experiences whether employed, or self-employed (Gibb, 2002, 2007). These skills are defined 
as ‘the skills, knowledge and attributes needed to apply creative ideas and innovations to 
practical solutions’ (Rae, 2007, p.611). Nabi and Bagley (1999) define these skills in three 
main categories including personal, communication and problem-solving skills. For the 
purpose of this research, a number of resources are referred to in order to develop a list of 
‘soft’ enterprise skills representing each of the three categories (e.g. Guirdham and Tyler, 
1992; Whitely, 1995; Nabi and Bagley, 1999; Collin and Robertson, 2003; The Pedagogy for 
Employability Group, 2006; Broad, 2006; Thompson, 2007; Lowden et al., 2011). Personal 
skills comprise confidence and self-learning; communication skills are about networking and 
assertiveness; while problem-solving skills comprise reflection and conceptual thinking. A 
comprehensive list of all these skills is shown in Table 1. 
 
Table 1: List of ‘soft’ enterprise skills 
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For Young (1997), enterprise is a subject that focuses almost totally on activities and the 
gaining of experiences and practical skills, which cannot be achieved through traditional 
teaching, and, therefore, should not be taught using traditional approaches. Similarly, Gibb 
(1993a,b,c) argues that an enterprising learning approach is the opposite of a didactic one, 
where the development of skills constitutes an inseparable part in the former. Yet, Draycott 
and Rae (2010) raise concerns that ‘the ‘delivery’ of enterprise education takes place in ways 
which are not ‘enterprising’ forms of learning’ (p.127), and highlight the need to improve 
definitions, structures and pedagogies in EE. To achieve this, academics also play an 
important role through leveraging their own expertise and personal skills, as well as their 
networks and business partnerships to enhance academic entrepreneurship as highlighted by 
Feldmann (2014). Therefore, EE should be seen as a unique activity that is distinguished 
from traditional education typically seen in management courses (Gibb, 1999; Solomon et al., 
2002), as arguably traditional approaches do not necessarily help in enhancing ‘soft’ skills 
(Jack and Anderson, 1999; Rae, 2005). Consequently, leading to the next dimension of ‘how’ 
best to do this. 
The ‘How’ dimension - delivering EE through experiential learning 
The ‘how’ dimension of EE considers various teaching and learning methods (Fayolle and 
Gailly, 2008) that include lectures, tutorials, workshops, placements and role plays (Gibson et 
al., 2009). This dimension also encompasses innovative and interactive pedagogies such as 
collage, art, music and experiential learning, with the latter being the interest of this study 
(Adler, 2006; Klapper and Tegtmeier, 2010; Shrivastava 2010).  
Experiential learning focuses on engaging students in active learning experiences. Jones et al. 
(2014) stress this need for students’ engagement and autonomy in EE. Revans (1982, p.12) 
defines experiential learning as ‘a means of development, intellection, emotional or physical 
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input that requires its subjects, through responsible involvement in some real complex and 
stressful problems, to achieve intended change to improve their observable behaviour in the 
problem field’. Several types of experiential learning are discussed in academic literature; e.g. 
Problem-based Learning (PBL) (e.g. Barrows, 2000; Savin-Baden, 2000, 2003, 2004, 2007), 
Enquiry-based Learning (EBL) (e.g. Price, 2003; Kahn and O’Rourke, 2004; Savin-Baden, 
2007), Case-based Learning (CBL) (e.g. Chi-Wan and Lopez-Nerney, 2005; Richards and 
Inglehart, 2006; Savery, 2006; Srinivasan et al., 2007), team-based learning (e.g. Hassan, 
2011; Stewart et al., 2011), and opportunity-centred learning (e.g. Rae, 2003).   
Kolb (1984), developing experiential learning theory, suggests that experiential learning can 
enhance students’ understanding of the ‘real-world’. Kolb (1984) argues that experiential 
learning should introduce changes in concepts as well as behaviour through experience. In his 
experiential learning theory, he argues that learning is a deliberate process that starts with an 
‘intention’ that is triggered by ‘triggering events’ (Schindehutte et al., 2000; Binks et al., 
2006) or ‘critical incidences’ (Deakins and Freel, 1996), which are usually passed down as 
opportunities from mentors to students. These incidences are defined by Barrows (2000) as 
tasks that take place often and have high impact. Students organise their experience based on 
theory and, consequently, learning happens as a result of combining theory and experience 
(Kolb, 1984). 
 
Figure 2: Kolb’s (1984) learning theory 
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Figure 2 shows Kolb’s (1984) conception of learning as a continuous process rather than a set 
of outcomes. Learning is viewed in a cycle to involve four basic stages, where learners can 
start at any stage (Kolb, 1984). Concrete experience involves the ‘feeling’ part of 
encountering a new experience or re-interpreting an existing one, which happens in real-life 
situation or through problems/situations presented to students. Reflective observation 
involves the ‘watching’ part, and originates from learners’ evaluation of experiences against 
their understanding, which is usually a natural process that could take place through 
discussions with mentors and colleagues. The significance of applying reflective techniques 
in EE has been highlighted by several authors (e.g. Kassean et al., 2015; Refai and Higgins, 
2015), where articulating these reflections in a systematic way is necessary for individuals to 
progress and improve their application of future experiences. This emphasises the importance 
of the next stage, abstract conceptualism, the ‘thinking’ part, where reflections lead to new 
ideas or alteration of existing concepts, where learners conclude and learn from their 
experiences. The next stage, active experimentation, the ‘doing’ part, is where the learner 
shows ability to plan changes and influence others based on conclusions derived, to see what 
the results are. The cycle then starts again with application of new experiences.  Kolb (1984) 
understands experiential learning as a flexible process that can start at any stage, a view that 
is also shared by e.g. Barrows (1986, p.485) and Savin-Baden (2003).  
Having set out the theoretical background of Kolb’s (1984) learning cycle, complemented by 
the ‘where’, ‘what’ and ‘how’ dimensions of Fayolle’s (2013) generic teaching framework as 
enhanced by the authors, the next section focuses on the methodology of this research. 
Methodology 
The research study reported in this paper is conducted in the pharmacy education context in 
the UK HEIs and adopts a social constructionist paradigm (Refai et al., 2015).  This 
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paradigm enables the consideration of multiple realities and views sought from research 
participants involved in the delivery of EE in pharmacy schools. It also aligns with the 
qualitative approach of this study that aims to describe human experiences, and develop 
better understanding of them (Polit and Beck, 2006; Ellis and Crookes, 2004). Face-to-face 
interviews were conducted in order to support the consideration of different views and 
contextual factors impacting participants and their relationship with the subject matter. 
Interviews were conducted with participants at their workplaces in line with Denzin and 
Lincoln (2000) who propose that interviewees’ experiences are best understood through 
qualitative approaches that bring the researcher closer to participants in the study. Research 
participants included 20 pharmacy academics from seven different HEIs. Seven institutions 
were considered a representative sub-sample of the 29 pharmacy schools across the UK 
(25%). These academics teach various science and practice-related undergraduate pharmacy 
courses, and are referred to here as (A1, A2.... A20). The selection of respondents from the 
seven HEIs is detailed in Table 2. 
 
Table 2: Selection of respondents from 7 HEIs 
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No deliberate attempt was made to select respondents who were formally engaged in EE. The 
underlying rationale was two-fold: a) the word enterprise is not common in the titles nor 
profiles of pharmacy academics, and b) this approach is deemed justified given the aim of 
this research being to explore the state of the art of EE in pharmacy schools and its relevance 
to pharmacy education through exploring the endeavours that academics are applying in this 
regard. Convenience sampling was applied by selecting respondents through checking 
profiles of pharmacy academics in UK HEIs and emailing them. Snowball sampling was also 
applied as some respondents were referred by others. Potential interviewees were contacted 
by an email, which described the research aim and objectives. Those interested in 
participation were requested to reply and provide their consent to take part in the research.  
Interviews with respondents lasted between 30-75 minutes, and were conducted by one of the 
co-authors of this article who is a professional pharmacist, thus, supporting more engagement 
in the research process and further empathy with respondents. This ultimately lead to better 
understanding of the research context, its limitations and obstacles. As a result, the researcher 
is part of what is being observed, which arguably enriches the process and results of the study 
(Etherington, 2004).  
Interviews with respondents followed a semi-structured approach, which supported covering 
relevant research issues more comprehensively (Easterby-Smith et al., 2012), while allowing the 
flexibility of asking questions in line with the flow of interaction (Jones, 1985; Patton, 2000). 
Semi-structured interviews were organised in three main stages. Patton (2000) contends that the 
first stage of interviews should begin with general descriptive questions as these require the least 
amount of information recall and analysis. Accordingly, interviews were initiated with a general 
question about respondents’ views regarding EE and the significance of developing enterprise 
skills. In the second stage, questions relating to opinions and feelings can be initiated (Patton, 
 
15 
2000). In line with this research aim to investigate the state of the art of EE, exploring and 
understanding social processes and experiences of participants was done through situational 
questions that allow respondents to talk through their experiences and discuss their daily activities, 
rather than abstract questions that focus on what they have in mind or might do (Mason, 2002). 
Therefore, respondents were allowed to elaborate on the relevance of EE to their teaching by 
describing educational methods and approaches applied at their schools, and how these contribute 
towards the development of graduates’ enterprise skills. The last stage of interviews aimed to 
identify respondents’ personal perspectives (Patton, 2000) by allowing them to reflect on the 
challenges that face their application of various teaching methods and how these might support or 
impede the development of enterprise skills.   
All interviews were recorded with consent, and then transcribed and analysed by the 
interviewer to provide credible evidence and ensure rich and comprehensive data analysis 
and interpretation (Silverman, 2000; Mason, 2002). The transcription considered verbal 
speech, but non-verbal utterances were not included as this level of detail was not required in 
the analysis of findings. Thematic Analysis (TA) was applied to analyse the data, following 
Braun and Clarke’s (2006) six-step process including becoming familiar with the data, 
generating initial codes, searching for themes, reviewing them, defining and naming them, 
and producing the report. 
In order to support the trustworthiness and rigour of the research, a second round of four 
interviews was conducted with four academics selected from amongst the original participants. 
These interviews did not aim nor result in the emergence of new themes, but rather, supported the 
credibility of the research by confirming the researcher’s interpretation of data, which 
consequently supported the confirmation of emerging themes (Pring, 2000). 
Results  
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The academics’ understanding of the concept of EE and relevance/value of enterprise 
skills 
Initially, research participants were asked about their understanding of EE and enterprise 
skills, and whether they believed the latter was being developed in their institutions and how. 
There was general agreement that the term ‘enterprise’ was used in ‘functional’ and business-
related discourse in pharmacy schools, but, yet, did not officially feature in pharmacy course 
documents. However, this impression changed when the research participants started to 
understand the aim of this research and were confronted with the list of enterprise skills 
(Table 1). Comparing and contrasting the different comments made by the participating 
academics it was possible to see that there was a general consensus regarding the importance 
of developing these skills. However, whereas the pharmacy schools and their academics 
engaged in developing these skills through various learning activities, the terms enterprise 
education and enterprise skills themselves were not part of the discourse employed in these 
contexts. For instance A8 mentioned: ‘…we think of enquiry based learning as a way of 
developing lots of generic skills, which probably aligns with enterprise education. These 
skills are absolutely essential for the workplace …’.  
Data analysis also showed that many of the research participants viewed enterprise Skills as 
vehicle to enacting pharmacy knowledge and putting it into practice.  The comment of A5 
supports this point: ‘...what we actually need is the skills to be able to apply that knowledge 
in real-life, the knowledge is important but it’s kind of foundational knowledge that you need 
to build on and know how to apply, and be able to access that knowledge and understand it 
through having those skills’.  
Academics involved in this study also emphasised a positive impact of enterprise skills for 
the individual and the institution. Academics emphasised to students, at different stages of the 
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respective courses, the value of these skills and their impact on their professional role in the 
marketplace. They also made it clear how a variety of learning activities are used to help 
them develop these skills.  A2 highlighted: ‘Yes, they know about these skills and the need for 
them. It shows in their portfolios and the fact they can write about skills as communication 
skills and empathy skills. It also shows in our accreditation reports when accreditors come 
and speak to our students and report that they do have an understanding’.  The above shows 
the twofold visible impact of introducing enterprise skills into the pharmacy education 
context: a) it manifests itself in the learning of the students, and b) it results into potentially 
better accreditation reports.  This suggests a generally positive impact both for the individual 
and the institution.  
More in depth discussions with academics showed that Pharmacy schools across UK HEIs 
used experiential learning to develop graduates enterprise skills within institutional contexts 
that are confronted with a range of challenges. Following is an analysis of themes that 
emerged from data in this research. The first three themes primarily relate to different ways 
in which academics engaged students in EE; these can be summarised in ‘tactics’, ‘learning 
environment’ and ‘role behaviour- academic and students’. The fourth theme, ‘institutional 
context’, represents a cross-cutting theme that permeates the other three themes. The 
following section provides some illustrative examples. 
Theme One: Tactics 
Discussions with academics showed that they often had developed certain tool-oriented 
tactics to engage students in EE; e.g. the academic included case studies, group work, 
portfolios, reports, essays, oral presentations, posters, conferences and vivas in their teaching.  
These supported delivering problems to students, thus, engaging them in experiential 
learning. The main objective of these tactics was to help students ‘live’ real-life situations, 
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which are essential for the learning of pharmacy students e.g., investigating prescriptions or 
chemical reactions and formulations. As A2 noted: ‘we usually offer them a problem in the 
form of a prescription, or a patient situation in a case study; but they have to identify the 
problem and ways in which they might solve it...’. Tactics also involved OSCE’s, i.e. 
Objective Structured Clinical Examinations, where students are presented with real or 
simulated clinical cases; e.g. A13 added: 'we do the OSCE’s and we get them to do a number 
of clinical scenarios'. .   
Portfolios were also commonly applied, where students reflected on their experiences and 
learning processes. Students were also encouraged to present findings through reports, 
essays, oral presentations, posters, and to a lesser extent through conferences and vivas. Here 
the focus was on offering students the opportunity to present and defend their work, update 
their knowledge and network with people in the field. In general, the choice of tactics 
depended much on the individual educator’s preferences.   
The data analysis highlighted that the majority of academics used ‘group work’ as a tactic. 
Respondents mentioned that group-work aimed to a) professionalise learning, b) facilitate 
and simulate real-world context through imposed groups (academics 5 and 8); c) encourage 
subject, i.e. pharmacy-related discussion (academic 5), d) stimulate general interaction 
between students (Academic 6) and e) promote peer group assessment (Academic 5). E.g.  
A5 explained: ‘we do small  group work with imposed groups...We have about six in a group 
in a year, first we had a lot, about ten and sometimes more, but we reduced the number to 
about six which improved it… make it more team-based so it will involve more discussion 
about patients’.  In addition, A6 reflected: ‘We are able to break them down to smaller 
groups in some courses and that’s where we’re able to introduce some interaction’.  
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Academics also highlight the value of embedding tactics across curricula using inter-
disciplinary and inter-professional learning, as A9 highlighted: 'We embed PBL and CBL with 
inter-disciplinary learning to integrate pharmacology and pharmacy practice’. However, 
some academics mentioned the lack of consistency of embedding interactive tactics in a 
holistic manner across modules, particularly the science-related ones; as mentioned by A6 
‘The focus so far is predominantly on practice... So at the moment I think the skills delivered 
are being delivered out of context and the students can't see how they are relevant to being a 
pharmacist’. This also goes in line with a significant amount of didactic teaching in 
pharmacy schools, A6 reflected: ‘Predominantly didactic for the undergraduates, but there 
are some pockets for more interactive approaches’. The lack of continuity in application of 
various tactics was mentioned to potentially affect students’ ability to relate their knowledge 
and develop their skills, particularly in science-related contexts; as A8 pointed out: ‘I think 
students compartmentalize their science knowledge, and don’t see how it’s relevant to 
practice. They think it's the practice knowledge and skills that they need to carry on with. We, 
as academics, have to make sure that they understand the need for integrating both, it’s a 
whole package’. 
Theme Two: The learning environment 
This theme highlights the kind of learning environment that students are typically exposed to. 
Academics involved in this study highlight that the development of enterprise skills requires 
more active and engaging learning environments as opposed to a more traditional, i.e. 
didactic teacher-focussed teaching style which may be more appropriate to pure knowledge 
transmission. A17 reflected: '...traditional teaching... the lecturer is at the front... and the 
students are supposed to sit there and listen, which doesn’t really help in developing their 
skills'. Alternatively, there are active learning environments (i.e. learner-focused), which 
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support the development of enterprise skills through engaging students in tutorials, 
laboratories, workshops or even real-world contexts during placements; e.g. A16 notes: ‘...we 
run tutorials to analyse lectures, where students are not given all information, but have to 
look it up to resolve a problem. This should encourage their self-learning, responsibility and 
organization skills, and their academic skills in doing research and using online 
resources...’,  and A17 added: ‘...there are a lot of opportunities in the workshops we offer; 
we get real data from real problems to produce students who can solve problems in the real-
world’.  
Theme Three:  Role behaviour- academic and students 
Data analysis shows that academics in this research associate the development of enterprise 
skills to certain roles for academics as well as students. 
The role of the academic 
This role varied, including facilitating and encouraging students to learn, as A5 mentioned: 
‘...Our role is very much to facilitate, we help them to learn, give them feedback, we discuss, 
we use examples and they produce things like care plans…’, but also encompasses holding 
standard lectures as A7 mentioned: ‘It depends on the activity; sometimes you’re giving a 
lecture, sometimes you’re facilitating the group’.  
Sometimes the role of the academic was perceived as challenging as A8 reflected: 
‘…academics are encouraged not to be spoon feeders, and the advisors are there to ensure 
the team is working effectively and arrange meetings with them and ensure they have 
delegated the tasks. So we’re there to facilitate them, give them advice about references and 
resources, refer them to a library session, and so on’. In general, there seemed to be a need 
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for a high level of flexibility, and for the academic to be what was required of him/her at that 
particular moment in time.   
The role of the student 
Students are generally expected to be proactive, dynamic and meet deadlines, e.g.  A8 
narrated: ‘we put students in imposed groups, they are assigned an academic advisor, they sit 
in sessions and the team building skills are done in these sessions… and it’s up to them to 
work out where and when to meet... manage to get the work done within the deadline 
assigned’. Certain behaviour, self-discipline and determination are expected from students 
and these expectations are communicated to them; e.g. A16 highlighted: ‘In my tutorials we 
tell them from the beginning we are here to facilitate your education, we’re not here to tell 
you everything and spoon feed you, you have to do your own work’.  
Theme Four: Institutional context  
A fourth, cross-cutting theme of institutional context, permeates the other three themes. Many 
of the challenges identified in discussions with academics teaching EE emerged out of the 
institutional contexts in which learning and teaching took place. Here, institutional context 
could denote both the pharmacy school itself, but also the wider external environment of 
which these pharmacy schools are part. Among these challenges were, in particular, funding 
issues, the high number of students in classrooms, the teacher/student ratio, the teaching style 
preferences of the teacher him/herself, but also the wider encompassing institutional 
philosophies and regulatory/accreditation requirements.. 
Funding and student number issues 
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Learning does not typically take place in small groups throughout pharmacy programmes 
mainly due to large student numbers and the lack of funding for small group teaching. For 
instance, A8 reflected: ‘...we take about 180 students in a lecture. We have only 37 academic 
advisors, so we haven’t got enough small group teaching just because of the large numbers. 
We do appreciate the value of small group work, it’s just having the resources to do that’.  
Teacher-focussed challenges 
Delivery of EE also depended on the individual instructor.  A2, for instance, highlighted: ‘I 
would say it strongly depends on the tutor, it is strongly tutor lead’; in a similar vein, A6 
emphasised: ‘We are able to introduce some interaction in some modules, and that’s really at 
the discretion of the course leader who decides how to deliver the module, and is largely 
down to the individual members of staff and how passionate they are about using alternative 
learning methods’.   
The above statements show that the individual academic is key to the chosen teaching style 
and that, given the lack of incentive coming from the institutional context for introducing 
new ways of EE, change is unlikely.  A4, for instance, alluded to resistance among some 
academics to let go of the old established teaching styles: '...some of us don’t want to easily 
let go of the traditional lecturing styles because it’s worked’.  Knowing what works is a key 
driver for not changing established ways of getting the required knowledge across. In 
addition, as indicated earlier, little incentive is coming from the individual institutions to 
effect change in teaching styles.  
Lack of institutional support/incentive for change 
The interviews responses also show a general lack of a holistic and coordinated approach in 
pharmacy schools, and the application of experiential learning in some modules, but not 
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others. This relates to earlier comments by academics who mentioned that the development 
of enterprise skills does not happen as part of schools’ philosophies or schemes, but rather 
through individual efforts by academics, e.g. A5 highlighted: ‘So we’re trying to introduce 
more interactive teaching, but that’s only happening in a small number of classes… I don’t 
think we have a whole co-ordinated approach yet, but within our new teaching we’re trying 
to develop a new structure’.   
Academics also highlight that the nature of the pharmacy curriculum is very condensed and 
knowledge-intensive, making it often difficult to introduce interactive activities, which 
required more time than traditional teaching. A2 emphasised:  'Our accreditation 
requirements are very strict that there is hardly any room to introduce interaction besides all 
that is required really'. Here, external pressures coming from accreditation bodies impact 
what is feasible in the classroom within the framework of EE.  
Discussion 
This section discusses the research findings in relation to this study’s research questions. 
RQ1: How is EE delivered across UK pharmacy schools, i.e. what are the different 
approaches that pharmacy schools and their staff apply to develop their graduates’ 
enterprise skills? 
The study shows that pharmacy schools work towards developing their graduates’ enterprise 
skills through embedding a number of activities within experiential learning approaches. Fiet 
(2000) stresses the importance of delivering EE through processes that engage students in 
various activities. Gibb (1993a,b,c) and Young (1997) also emphasise that EE should not be 
delivered through traditional methods alone, if at all. A key finding is that academics across 
different pharmacy schools use various experiential learning approaches and activities, which 
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is not surprising given that teaching styles are, as some academics, commented, heavily 
dependent on the individual educator. This also concur with the flexibility of Kolb’s (1984) 
original experiential learning theory as well as Barrows (1986), Walton and Mathews (1989), 
Boud and Feletti (1997) and Savin-Baden (2003) who emphasise that various approaches can 
be embedded within experiential learning. This variety in delivering EE is also needed to 
address the diverse needs of enterprise as argued by Klapper and Refai (2015). 
RQ2: What are the main challenges that impact the delivery of EE in pharmacy schools? 
The research finds that EE in UK pharmacy schools suffers from lack of continuity and 
organisation: experiential learning is only applied in some modules and by some academics 
who are personally interested in applying non-traditional ways. In this regard, various 
institutional elements that operate at micro and macro levels are revealed, which coincides 
with Dodd and Hynes (2012) who argue the significance of regional, alongside national, 
context in shaping EE. At the micro-level, pharmacy schools impose certain challenges that 
impact academics in their delivery of EE; these are mainly reflected in the funding and 
student number issues.  
Arguably, these challenges are impacted by more encompassing macro-institutional elements, 
which are reflected in this research in the lack of discourse of EE in pharmacy schools. Thus, 
no clear school philosophy or strategy exists in relation to EE despite acknowledging the 
relevance and applicability of experiential learning in the development of students’ enterprise 
skills. Therefore, experiential learning is not integral to learning strategies, nor is it formally 
embedded as part of curriculum implementation, particularly in relation to science-related 
modules. Such lack of consistency may in part explain the level of didactic teaching, 
concurring with The Survey of Entrepreneurship Education in HE in Europe (2008) findings 
 
25 
that a large number of academics rely significantly on cognitive and theoretical learning, 
rather than practice, reflection and involvement. 
This is similar to findings of The Survey of Entrepreneurship in HEIs in Europe (2008), 
which highlights the importance of time and institutional support factors in supporting EE. 
The survey acknowledges both time constraints and lack of readiness of institutions, their 
academics as well as students for change as main barriers to implementing EE.  Fayolle and 
Gailly (2008) also emphasise other constraints such as the general learning context, and 
material constraints relating to equipment and class-room characteristics, in addition to 
resource constraints related to academics and finance as key barriers to EE.  This is also 
similar to Refai et al. (2015) who argue that time and general resources affect the delivery of 
EE.  
Therefore, academics who took part in this research undertake sense-making in EE on their 
own initiative (Geertz, 1973), but also as a response to institutional challenges. The 
academics are actors who engage in the organizing of teaching as a result of ‘a consensually 
validated grammar for reducing equivocality by means of sensible interlocked behaviours’, 
thereby translating ‘ongoing interdependent actions into sensible sequences that generate 
sensible outcomes’ (Weick, 1979, p.3). This suggests that institutions, here pharmacy 
schools, and their academics in UK HE share cognitive frames, where the shared nature of 
these frames makes it difficult to stray far from them, or if they do, as expressed by 
participants, it takes a particular effort to do so.   
Within these cognitive frames, we find that academics are not always inclined to change their 
ways of delivering knowledge to students, due to lack of incentive, the nature of their host 
institution, external pressures coming from accreditation, but also the nature of the individual 
him/herself. This is similar to Pittaway and Hannon (2008) who point out that challenges may 
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arise where institutional priorities do not align with the demands of different stakeholders in 
HEIs. Hannon (2007) supports this and adds that teaching and learning strategies in 
institutions, as well as their philosophies regarding EE, can lead to differences among 
institutions, as well as stakeholders within institutions, as to the nature and purpose of EE. 
This infers that academics are constrained within the framework of institutions that have set 
rules and enforcement mechanisms, including the ways that they teach, for academics are 
assessed against the assessment and performance criteria set by the institutional framework 
(Coase, 1937; Williamson, 1975; North, 1990; Greif, 1994).   
Yet, entrepreneurship has traditionally been associated with change, and the latter implies 
deviations from some norm (Garud and Karnøe, 2001). Fayolle and Gailly (2008) agree with 
this and highlight that the nature of entrepreneurship education encourages effectuation, 
where academics act on various arising opportunities. This is also supported by Feldmann 
(2014) who highlight effectual reasoning (Sarasvathy, 2008a,b) as an important supporter for 
academics in their academic entrepreneurship endeavours. Here, we may question whether 
EE and its associated entrepreneurial outcomes and processes will be readily embraced by 
actors committed to existing ways of doing things in a particular institutional context. We 
found frustration in those academics who want to deliver EE differently, frustration due to 
lack of a clear institutional strategy and philosophy in implementing experiential learning, 
and academics’ inability to see how efforts in implementing experiential learning in EE could 
support students’ development of enterprise skills in a progressive way.  These findings are in 
line with Savin-Baden (2007), who highlights the high level of demotivation among 
academics due to lack of a clear strategy in implementing experiential learning, and inability 
to see how efforts can be moved forward and pulled together. Furthermore, in terms of 
external constraints on the institution, there has been on-going interest in how non-
isomorphic change can be explained using an institutional lens (Dacin et al., 2002), as well as 
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what the nature of the ‘institutional work’ needed to create, maintain, transform or disrupt 
institutions is like (Lawrence and Suddaby, 2006; Hardy and Maguire, 2008).  In close 
association with this has also been a focus on processes of contestation and struggle within 
and over institutional fields (Garud and Rappa, 1994; Maguire and Hardy, 2006), which are 
perceived as political arenas in which power relations are maintained or transformed 
(Clemens and Cook, 1999; Lounsbury and Ventresca, 2003).   
More broadly, the need for a more encompassing approach to EE is pointed out by Rae 
(2005), Gibb (2005), Pittaway and Hannon (2008), Klapper and Refai (2015) and Refai et al. 
(2015). The academics involved in this study emphasised the value of applying inter-
disciplinary (across science and practice-related modules) and inter-professional learning, 
which have been argued to support the development of enterprise skills (Refai et al., 2015; 
Ward and Lee, 2002).  Analysts such as Weinrauch (1984), Gorman et al. (1997), Bechard 
and Toulouse (1998) and Rae (2005) point out the benefits of collaborative approaches, while 
Gibb (2011) emphasise the need for enterprise educators to engage in activities beyond their 
own curricula and departments. Yet, collaboration requires institutional support as mentioned 
in previous research (see e.g. Rae, 2005; Broad, 2006; Fayolle and Gailly, 2008; The Survey 
of Entrepreneurship in HEIs in Europe, 2008).  
RQ3: What can be inferred in terms of a good practice model? 
Considering the flexibility in applying experiential learning, the basic stages proposed in 
Kolb’s (1984) experiential learning theory provide a comprehensive and useful heuristic. 
Recognising the links between Kolb’s learning theory and the four themes this research 
identifies, the latter are placed within the context of Kolb’s (1984) four stages of experiential 
learning. All these are related to the ‘what’, ‘how’ and ‘where’ dimensions of this study’s 
framework (Figure 1), and, consequently, propose four Aspects of Experiential Learning in 
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the Context of EE (AELEE), as shown in Figure 3, to infer a good practice model based on 
this research findings.  
The ‘what’ dimension of this research framework is reflected in the four experiential learning 
stages by Kolb with students experiencing concrete experience, reflective observation, 
abstract conceptualisation and active experimentation. The ‘how’ dimension in our 
framework is reflected in the first three AELEE, including ‘tactics’, learning environment’ 
and ‘role behaviour-academic and students’, which represent the embedded teaching and 
learning methods and student-learner interventions within the learning environment.  The 
‘where’ dimension of this research framework, however, is reflected in the institutional 
context and the challenges it imposes; which encompasses a transversal theme of micro and 
macro institutional dimensions that touch all aspects of Kolb’s (1984) theory and the 
associated AELEE.  
 
Figure 3: The Four Aspects of Experiential Learning in the context of EE (AELEE) 
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The Concrete experience stage in Kolb’s (1984) learning theory involves the ‘feeling’ part. 
This stage is arguably closely related to both AELEE ‘tactics’ and ‘learning environment’ as 
it involves exposing students to problems/scenarios, which can take place in various learning 
environments, while considering that such environments can impact other stages of the cycle 
as well. The study reveals various ‘tactics’ for presenting problems/scenarios, where 
academics have a major role in shaping the nature and contents of these.   
Arguably, a varied approach to teaching promotes developing independence and life-long 
learning skills in students (Barrows and Tamblyn, 1980), and corresponds to Bechard and 
Gregoire’s (2005) description of activities embedded within EE as a craft rather than science.  
Clearly, the learning environment is important to students’ learning context, and essential in 
supporting them in taking responsibility of their own learning (Gibb, 1987).  
The Reflective observation stage in Kolb’s (1984) theory involves the ‘watching’ part; it 
emphasises the significant role of reflection in enhancing the effectiveness of EE (Kassean, 
2015 and Refai and Higgins, 2015), where students evaluate possible discrepancies between 
their experiences and prior understandings.  At this stage, discussions take place with mentors 
and colleagues, and these activities are directly linked to the next stage, where reflections 
lead to processing ideas through abstract conceptualisation to reach new ideas or alter 
existing concepts. The active experimentation stage follows, where students reach 
conclusions and show ability to make plans relevant to professional practice. Thus, these 
three stages of experiential learning are related to the third AELEE of ‘Role behaviour-
academic and students’, which emphasises the active role of both academics and students in 
EE (Guirdham and Tyler, 1992; Fiet, 2000, Feldman, 2014 and Jones et al., 2014). In 
accordance with Kolb (1984), the learning cycle is iterative, which allows students the 
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freedom to continuously work in groups, relate knowledge, reflect and engage in assessment 
processes (McDonald and Savin-Baden, 2004) 
The fourth AELEE impacts EE in a general sense, as it affects all other aspects. This ALEE is 
the institutional context with its micro and macro dimensions, which impose challenges that 
impact the delivery of EE. Therefore, the institutional context is seen as a transversal theme. 
This context is addressed in detail under our discussion of RQ2.  
Conclusions  
This study investigates the state of the art of EE in pharmacy schools and the pharmacy 
academics’ views regarding the relevance of enterprise to their teaching through exploring 
the endeavours that they apply in this regard, and highlights different challenges for the 
delivery of EE in pharmacy schools in order to infer a model of good practice. 
Findings of this research show that the ‘what’ dimension of EE is addressed through 
embedding experiential learning in pharmacy curricula for the development of enterprise 
skills. This leads to the ‘how’ dimension of EE, which takes place through the application of 
various tactics within various learning environments, and encompasses various student and 
academic roles. Yet, the application of EE is not a straight forward process, and is shown in 
this research to be significantly impacted by the ‘where’ dimension. Here, the process of EE 
delivery is influenced by several challenges that are related to both: students and academics 
within pharmacy schools (micro-level), and also the wider institution (macro-level). At the 
micro-level, it can be concluded that despite the need for academics and students to undertake 
certain roles in EE, and to recognise the importance of investing time and effort in 
developing enterprise skills, EE can be restricted by various factors related to availability of 
resources, funding and the number of students available.  Similarly, strong challenges operate 
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at the macro level, which are imposed by more encompassing institutional factors. These are 
reflected in the lack of discourse of EE, which is reflected in the absence of school 
philosophy or strategy with regard to EE. Macro-level challenges are also noted in 
accreditation requirement, which do not always allow enough time for the introduction of EE. 
Consequently, the application of EE in these schools does not follow a holistic nor 
coordinated/continuous approach. Rather, EE is applied in a segmented and non-ubiquitous 
manner that causes frustration amongst academics who are unable to see how their efforts can 
be brought forward.  
Based on these aspects, the four AELEE model is inferred as an example of good practice in 
EE that links experiential learning aspects to Kolb’s (1984) experiential learning theory and 
this study’s framework which is based on Fayolle (2013), while highlighting the significance 
of the ‘where’ dimension in the latter (Figure 3). The authors acknowledge the limitations of 
the proposed model as it is a) based on the views of academics and b) sector-specific, i.e. 
relating to pharmacy schools in UK HEIs. Yet, it is likely for the proposed model to have 
wider relevance for delivering EE through embedding experiential learning approaches.   
The existing research can be extended in a number of ways. A) a follow up survey targeting a 
larger number of institutions involving academics and students, also non-pharmacy, to 
provide further insights into the drivers for EE and the significance/impact of the discourse of 
enterprise within institutional contexts. B) a study of the perceptions of academics who 
deliver EE and a cross-sector comparison of the challenges faced, and the perceptions of 
students who receive EE including how learning happens and what influences it (e.g. 
Hammel et al., 1999; Hmelo-Silver, 2004; Novak et al.,2006). C) This research would benefit 
from an international comparison with both quantitative and qualitative dimensions, which 
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will further test and enhance the generalizability of the findings and of the explanatory model 
proposed.  
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